Each year, many young graduates in sociology enter an uncertain and highly competitive job market. This saturated market enables colleges and universities to set higher standards and "acceptable levels of qualifications" in teaching sociology for the "unemployed sociologist." While support for research in our discipline is widespread, few institutions in higher education actually provide support, either financial or academic, for teacher training programs.
According to Goldsmid (1976, p. 230) , we can trace the roots of teacher development activities in sociology to the early 1920s, when the first course for graduate students on teaching sociology was taught at the University of Southern California. But, unfortunately, this practice has not become an established tradition within our discipline. Goldsmid found at least "a half-dozen departments" in the 1940s and 1950s that "had a course, workshop, or structured internships for graduate students" (1976, p. 231) . However, these programs were typically short-lived and their survival depended on the personal contributions and interests of a single sociologist.
The social and political awareness of the 1960s had constructive effects on the concern for teaching in the social sciences in general, and sociology in particular. As Goldsmid put it:
In this period, students saw a new relevance in sociology, and teachers faced new opportunities and challenges in their teaching. Of course, in the 1960s, such trends coexisted with the heavy involvement of social science in the public issues of the day; sociologists produced research for a wider range of groups and institutions than had earlier been the case (1976, p. 231) .
The impact of this increased concern with teaching sociology was examined in a survey conducted by Ewens and Emling (1975) for the American Sociological Association. The study was based on the responses to a questionnaire sent to the chairpersons of all sociology departments with graduate programs and a 25 percent sample of sociology departments in community and four-year colleges. Ewens and Emling found that:
1. Only 13 percent of all departments had any in-service activities where full-time teachers were provided with opportunities to reflect on, analyze, and review their skills, and improve the overall quality of their teaching.
2. While 50 percent of graduate departments had some type of teacher training activity (such as ar orientation session or teaching workshop), only 19 percent of these departments had semester-long courses on teaching.
Thus, despite the fact that 32 percent of graduate departments in 1975 required their graduate students to teach, Ewens and Emling concluded:
Few, if any, sociology departments have yet instituted total, overall programs for the development of teaching expertise that compare either in depth or scope with the more-or-less comprehensive research methodology programs that commonly exist in most graduate sociology departments (1975, p. 4) .
SUMMARIZING THE M.S.U. EXPERIENCE
As one step toward a more systematic training program for beginning college teachers, each fall since 1972 the Michigan State University Sociology Department has sponsored a workshop for beginning teaching assistants (T.A.s), incoming graduate students, and returning graduate students who have shown an interest in becoming college teachers. The primary purposes of the workshop have been to introduce new students to the Department, to present sociology as a teaching profession, and to help graduate students develop the basic skills needed for beginning college teachers. The workshop has been a joint facultygraduate student effort, with both faculty and graduate student coordinators planning and executing each year's workshop.
WORKSHOP EVOLUTION
The program began as an intensive four-day event which dealt with many dimensions of teaching. Initially a wide spectrum of topics was covered, ranging from the hands-on practice of teaching to theoretical debates about teaching philosophies and the role of a critical sociologist in a university setting.
Many changes have occurred, however, since this ambitious start. First, while participants universally rated the workshop experience highly, their evaluations consistently indicated the long sessions produced information overload. People were given too many experiences and too much information, with little time to process what they had received. The T.A. workshop in the 80s is now shorter initially, one evening and one full day, and occurs throughout the academic year in the form of afternoon seminars or mini-sessions.
Second, the focus of the workshop has also changed. Decisions about what is covered in the workshop agenda have always been a joint responsibility of the faculty and graduate student coordinators. In the last few years, the people involved chose to shift the content of the workshop away from the theoretical aspects and concems for teaching sociology toward disseminating more basic information and practical teaching techniques. However, the coordinators of the 1985-86 workshop are reintroducing some of the dimensions of this theoretical orientation and practice.
RECURRING ISSUES
Two elements have continually emerged as factors in the structure of the workshop: issues of shrinking resources and debates about the internal dynamics of the workshop experience.
Shrinking resources have had two important effects on the workshop. The first revolves around a declining number of new T.A.s in the M.S.U. Sociology Department. As resources for new graduate students dwindled, so did the potential population for workshop attendance. Initially, formal attendance was required only for those incoming students who were awarded graduate assistantships. Now all graduate students who receive teaching assistantships are required to attend at least one teaching workshop. In addition, the workshop has always functioned as an avenue for incoming students to begin their integration into the Department. This aspect has been emphasized and the workshop program has incorporated some initial orientation functions. With these changes, attendance at workshops has actually increased over the last few years.
Coordinators have also been affected by shrinking resources. The position of graduate student coordinator is a time-consuming task. While coordinators are paid a small stipend, the amount they receive has not been increased since the program's inception. Despite the fact that coordinators regard the workshop experience as "rewarding," the financial compensation for the time and effort they spend is limited. This situation has produced tensions among the graduate student coordinators regarding how much time they are willing to donate to the program. However, the benefits of being coordinators continue to override these financial concems, since there has never been a shortage of graduate students seeking the coordinator positions.
Another recurring issue is the role of the faculty coordinator. The faculty member in this position has skills, power and information valuable for workshop participants. However, incoming graduate students also need opportunities to link into the departmental grapevine. An exchange between experienced teaching assistants and new students is facilitated by a non-threatening atmosphere. Although graduate students do not make decisions about the future of other graduate students, faculty often do.
To balance these concems, the role of the faculty advisor has been carefully structured. At each year's workshop, the faculty advisor attends only some of the workshop sessions, and the decision about which sessions he or she attends is worked out between the advisor and the graduate student coordinators. In addition, all faculty are invited to actively participate in the workshop seminars or mini-sessions held throughout the year.
WORKSHOP OBJECTIVES AND GOALS
Multiple agendas underlie the workshop process. New graduate students need an overall orientation to the Department, a forum for discussing their expectations and anxieties, access to information about resources, and a way to acquire and try out the new skills required of them. In addition, the Department needs a pool of teaching assistants with some basic skills and capabilities. Finally, there are overall collective concerns with establishing and maintaining an atmosphere of mutual support and with intergrating new members into this atmosphere.
Coordinators of the workshop attempt to balance these concems in the structure of the workshop. However, the primary focus is on the needs of incoming graduate students. As such, the formal goals of the workshop are based on giving new Department members vital information and skills they will need in their first few months of graduate school. Participants are expected to gain knowledge about:
1. The rights and responsibilities associated with the position of graduate student T.A., such as the university and departmental expectations, evaluation procedures, and some potential job-related conflicts; 2. Different methods of planning and conducting discussion groups, altemative approaches to teaching, techniques of dealing with classroom problems, and methods of evaluating classes; 3. Various methods of evaluating students, mastery of course material involving the construction of test questions, the advantages and disadvantages of different testing procedures, and the techniques and implications of grading; 4. The available resources that may be employed by teaching assistants (such as resources from the department, university, and community); 5. The Department's Program for Certification in Teaching Sociology, and how students can organize their teacher preparation activities while in graduate school;' 6. How teaching assistants are selected and what financial resources are available to graduate students who are not supported by the Department; and 7. How the issues of sexism, racism, and ethnocentrism will affect them as teaching assistants and as graduate students, and various ways of resolving these issues.
PLANNING AND FUNDING
Planning for the following year's workshop begins at the end of spring term of the current year. A memorandum is distributed to all graduate students announcing available coordinator positions. Three coordinators are selected by the members of the Undergraduate Education Committee. Several criteria are used to guide the selection process.
' At M.S.U., the Program for Certification in Teaching Sociology is a comprehensive teacher development program for graduate students in the Sociology Department. Its basic goals are to assist sociology graduate students to develop knowledge and skills related to college teaching and ohtain additional credentials for convincing potential employers of their dedication and competence as college teachers. To achieve this departmental certification, students must successfully complete a program that includes four basic requirements: the Workshop for Beginning Teaching Assistants, the Seminar in Teaching Sociology (Sociology 870), the Sociology Teaching Practicum, and a final Oral Examination over teaching. (For more details, see the accompanying article by the same authors.) TEACHING SOCIOLOGY To insure continuity, at least one experienced coordinator is selected who has previously been a coordinator. Additionally, three other criteria are applied in selecting graduate student coordinatois to insure that these workshop leaders are representative of the general graduate student population. Hence, one coordinator must be a woman, one coordinator must be a new workshop leader, and one coordinator must be a foreign student. In short, we select graduate coordinators who together reflect these student characteristics. These student workshop leaders work with a faculty member who also has been appointed as faculty workshop coordinator by the Undergraduate Education Committee.
Meetings are held throughout the summer to plan for the fall sessions. The main segment of th(j workshop is scheduled to coincide with registration at the beginning of fall term. Letters are sent to all incoming graduate students to introduce th(5 workshop. AH new teaching assistants are required to attend and others are urged to use thi; opportunity to become acquainted with the Department. In addition, all current graduate students arc invited to each year's workshop to contribute their experiences and to meet new people.
The workshop costs very little for the benefits it produces. The Department provides both financial and resource support. Resources typically include secretarial help, a small supplies and services budget, and the use of conference rooms. The Department also allocates a small stipend for the; graduate student coordinators. Additional funds foirefreshments, a party and meals for participants are; solicited from the faculty.
WORKSHOP AGENDA: A MORE DETAILED OUTLINE Since 1980, the workshop has been divided into two parts. The first session, one full day and an evening, is held fall term before the school year begins, and the two shorter mini-sessions are scheduled for afternoons later in the year. These later sessions deal with selected teaching topics in greater depth. The evening session on the beginning night addresses orientation issues and creates an atmosphere of concern with teaching. Participants are introduced to each other, to the university, and to community resources. We also lead into the following day's activities by prompting T.A.s to begin thinking about their philosophies and concems about teaching.
The full-day session focuses on practical classroom concerns. We present specific information about Department policies and prospects, as well as teaching skills and problems. We also emphasize an atmosphere of mutual discussion and sharing. We balance information sessions with video presentations and problem solving sessions both to demonstrate different methods and to encourage participants to share their experiences with teaching both as students and as teachers (on the basis of previous teaching experience). We give participants a booklet of handouts and articles assembled by the workshop coordinators to help them assimilate and retain the vast .amount of information they are given in the main workshop.
The sessions included have varied according to the interests of the coordinators and the emergence of new issues of concern. For example, in the recent years reduced funding for T.A. positions within the Department created an environment of financial anxiety. Consequently, a session on altemative funding possibilities and specifics about the T.A. allocation process was created to provide a forum for these concerns.
The same process has operated in the selection of topics for the mini-sessions. Faculty and students are informally polled about their teaching interests and concerns. An increasing interest among faculty and students in the application of computers in sociology and the recent acquisition of microcomputers by the Department, for instance, gave rise to a recent session on the use of computers in the classroom. We use the minisessions to promote an interest and concern for teaching throughout the year. The discussion below presents a more detailed description of the workshop sessions.
Session I. Get Acquainted. The objectives of this session are to: 1) review the history and purpose of the workshop; 2) help participants further clarify and articulate some of their assumptions about teaching and learning; 3) help new students form supportive social relationships with the coordinators, senior graduate students, and with one another; and 4) familiarize participants with teaching resources available in the department, university, and community.
The workshop begins with an introduction of the coordinators and the participants; each person briefiy discusses her/his teaching experiences. The history and nature of the overall objectives of the workshop are then explained by the workshop coordinators. Finally, an informal presentation is given which highlights people and groups within the university and the larger community who could help participants in providing speakers, films and information for their classroom.
Session 2. Perspectives on Teaching. The content of this session varies based on the collective decision of each year's workshop coordinators. In some workshops, coordinators attempt to compare and contrast different teaching techniques that originate from different theoretical perspectives. For example, through group discussion, the distinction is made between the "banking" method of teaching with its "narrative" character, and the "dialogical" method that involves both students and the teachers in a dynamic educational experience (Freire 1970) .
In other workshops, participants engage in an exercise designed to help them better understand some of their assumptions about teaching and learning. This exercise draws largely on the works of Mann et al. (1970) and McKeachie (1978) , and is designed to allow participants a choice of one of six instructor role descriptions -the teacher as expert, as authority, as socializing agent, as facilitator, as ego ideal, and as a person. We pass cards around to all participants with statements representing these roles, and then ask people to place themselves into role groups that are most congruent for them. When back in the larger group, we discuss the relationship between these role choices and larger questions concerning personal teaching philosophies.-Session 3. Allocation of T.A.s and Alternative Funding Sources. The selection and evaluation processes for T.A.s used by the Department are outlined both in written and in verbal form. Emphasis is placed on how difficult it is to obtain a T.A. position when there are limited funding sources, and the fact that participants should not take their failure to do so personally. Another objective of this session is to let the workshop participants who are not incoming teaching assistants know about other available funding or vocational sources. This information is given in conjunction with written materials in the T.A. workshop package, which consists of a separate packet of the university financial aid materials, and a list of altemative funding sources that are not noted in the official university publications. -For a more complete description of this exercise see Bergquist and Philips (1975, pp. 23-27) .
The Professor. A survey of faculty and T.A.
experience is conducted periodically. The survey results outline which activities are most routine or expected for T.A. positions, e.g.. whether class attendance and notetaking is required, expectations concerning exam preparations and grading, leading discussion sessions, and giving feedback to faculty.
The second part of this session deals with confiicts that may emerge between different sets of expectations and various strategies for dealing with such problems. For example, the structurally awkward nature of the T.A. role is outlined and the importance of negotiation between the T.A. and instructor is stressed. Also, strategies are presented for trouble-shooting in relevant areas such as inadequate faculty performance, the amount of workload, the problem of over-identification with the professor or students, and problems of communication and feedback.
The last part of the session presents the procedures adopted by the Department in evaluating the T.A.s performance, and the process followed in selecting teaching assistants and T.A. assignments to courses. To codify this information, handouts on these subjects are included in the package given to the participants to serve as a reference manual for the graduate students in their future role as a T.A.
Session 5. Being a T.A.: The Nuts and Bolts of
Teaching. An informal panel discussion format is utilized in this session to present the more technical aspects of teaching. Some of the basic teaching techniques emphasized in the workshop are briefly highlighted below: /. First Day. This section reviews the special characteristics of the first class session and attempts to ease participants' anxiety about their performance on the first day. Some of the areas mentioned include notes on first day physical arrangement of the room, appropriate introduction, and the initial presentation of self as an instructor. 2. Lecture Techniques. Strategies are discussed for preparing and giving lectures. This section includes notes on various preparatory strategies such as researching lectures through utilization of articles, bibliographies, and examples. 3. Discussion Sections. The basic objectives in this session are two-fold: to understand the purpose of having discussion groups within the overall context of the larger class, and to gain experience in planning a discussion session. As an example, a topic sheet of several theoretical positions specific to one area (e.g., social stratification, gender inequality) is prepared. Using this sheet as the equivalent of lecture notes, small groups are asked to develop a discussion plan. Each group then returns to the larger group for an assessment of the strengths/weaknesses of their developed strategies. The session concludes with a discussion on active listening skills, confrontation skills, and how to create a classroom situation where people feel free to participate in discussion. 4. Planning Review Sessions. This session presents options for review sessions such as working from a prepared study guide, answering individual students' questions, preparing conceptual reviews, posing problems, and giving a mock exam.
Writing Exam Questions and Grading Pa-
pers. A number of issues regarding grading and student evaluation are discussed in this session, such as: 1. two primary methods of testing-essays and multiple-choice exams: 2. a discussion of the suitability of each method to different materials and teaching strategies; 3. techniques for constmcting multiple-choice and essay exams; and 4. ways to evaluate essays fairly and provide students with constructive feedback on their written works.
Session 6. Classroom Conflict Management.
In conjunction with the survey on expectations for T.A. performance duties (see Session 4, part 3), faculty and T.A.s were asked to relate examples of confiict from their teaching experiences in any area, and specifically instances of ethnocentrism, racism and sexism, dismptive or dominating students and passive students. On the basis of examples from the responses, we asked participants to brainstorm solutions to the problems presented. The entire group then discussed the implications of the solutions. In addition, the solution used by the person reporting the incident was shared along with its result.
THE MINI-WORKSHOP SESSIONS
The two later mini-sessions focus more on specific issues and attempt to promote a sense of continuity and ongoing concern for improving teaching in the Department. The first mini-workshop is usually scheduled for the week preceding mid-term examinations in fall term (M.S.U.'s educational program is based on a quarter system), and the second for after the Christmas holidays (the first week of winter term). The format for mini-sessions is a panel discussion with the selection of panelists being based on the topic chosen. Faculty members and graduate students are approached and invited to participate. When the panel selection is finalized, a letter is sent to each panelist that outlines the major topic and issues for discussion. However, since the sessions are informal in nature.
we do not restrict the panelists to the proposed framework.
The mini-sessions address both theoretical concerns and practical issues in teaching sociology. So far, four topics have been explored and discussed during the workshop mini-sessions: 1. test construction; 2. grading techniques and procedures; 3. using computers in teaching; and 4. teaching critical thinking. Of the four topics, the first three deal more with technical issues and problems while the last one involves one of the most debated and controversial issues in teaching sociology. For each topic, the panelists present their ideas and suggestions. On critical thinking, for example, panelists talk about how they conceptualize the topic (i.e., characteristics and definitions), their preferred "specific" technique(s) that facilitate communication between the teacher and students on the nature of critical thinking, and the T.A.s' dilemma in using the assigned professor's teaching method when it conflicts with their own philosophical position.
EVALUATIONS OF THE WORKSHOP

WORKSHOP EVALUATION BY PARTICIPANTS
Each workshop concludes with requests for evaluations by participants to get feedback on the usefulness of the workshop and recommendations about improving the future ones. In general, participants are asked to comment on the overall outcome of the workshop and those activities or issues which they liked the most or the least. Table   1 illustrates the overall T.A. workshop evaluation by participants in the 1979-1984 period.
As seen in Table 1 , the vast majority of participants (90 percent) found the workshop experience rewarding and worthwhile. This table portrays the extent to which participants valued problems related to teaching skills (such as conducting discussion groups, strategies for classroom crises, and conflict management in the sensitive issues of racism, sexism, and ethnocentrism). It may be argued that participants are more concemed about their role and responsibilities as a teacher rather than as a teaching assistant. Participants consistently rated teaching-related activities as the "most useful" (e.g., conducting group discussions, issues on ethnocentrism and other topics, and classroom conflict management). In contrast, participants did not appear to be concemed with rules and Department procedures. These activities have been consistently rated the "least" useful activities. Such ratings suggest the importance of further emphasis on teacher training programs in the Department and the inclusion of graduate students in such activities.
Finally, among many recommendations given for the improvement of the T.A. workshops, participants specifically suggested such things as shortening the workshop to a one-day event, putting more emphasis on the graduate students and avoiding faculty-centered workshops, and having more interaction between "old" and "new" T.A.s. ' "Number of Responses" refers to those who have selected and responded to one particular question issue within the six-year period.
-"Total Number of Participants" refers to those who had the specific question/issue in their evaluation form within the six-year period.
Source: information drawn from Sociology Teaching Workshop Annual Reports, Department of Sociology, M.S.U.
COORDINATORS' CVALUATION OF THE WORKSHOP EXPERIENCE
All past coordinators were sent a questionnaire asking them to reflect on the positive and negative aspects of their workshop experience. Evaluation of the workshop experience by the graduate student coordinators was universally positive. While coordinators often mentioned "too much work for too little pay," the overall benefits of being a coordinator seem to outweigh financial concems.
Coordinators have found that participating in the planning and implementation of the T.A. workshop has both immediate and long-term benefits. The process of deciding which topics to discuss in what ways prompts people to reflect upon their own teaching concems. Working with other coordinators throughout the summer provides a forum for an ongoing discussion of these issues.
The value of the workshop experience goes with coordinators when they complete their graduate program. In a tight job market, working with the T.A. workshop is one way to demonstrate concem with teaching excellence. As one past coordinator reports:
In interviews since I have left the Department, people have always commented on and asked questions about my teaching. I feel my experience with the teaching program at M.S.U. helped separate me from other applicants.
The value of the workshop does not stop at adding "credentials" to past coordinator's vitas. Many coordinators report they use the knowledge gained to continue improving their own teaching skills and to help others develop theirs:
My first year having graduate students assigned me in my courses brought home the tremendous value of the workshop experience. My department gives no teaching assistance or training to graduate students. I soon found myself distributing workshop materials and holding "mini workshops" in my office to give my T.A.s a start in the skills they needed to effectively help me with the course work.
Overall, the opportunities created by being a T.A. workshop coordinator provide a strong base for ongoing involvement with improving teaching in sociology.
WORKSHOP EVALUATION BY FACULTY
In addition to the survey of the workshop coordinators' opinion, a separate questionnaire was also sent to the faculty who have been involved in workshop activities. When asked whether the workshops have been successful in fulfilling their task of preparing graduate students for assistantship positions, their response was affirmative and fully supportive. Eor example, one faculty member commented:
It is not by chance that our department has yielded so many graduate students who have won the university teaching award. We have net only placed a higher value on teaching than do most graduate programs; we have also helped articulate that value and provided ways in whicli teaching efforts can be made visible and knowledge transmitted.Î n general, the urgent need for teacher training programs and lack of concrete discussion on teaching-related issues is felt by faculty. They see this as a serious problem not only at M.S.U., but in other universities as well. According to another faculty member, the T.A. workshop should become a model "for the university to follow in providing cohorts of T.A.s who perform excellently in the classroom situation." Others acknowledged the usefulness of T.A. workshops for the faculty as well:
The T.A. workshop -the full session and the later ones held during the year -have helped facilitate suqh conversation (related to teaching), very much to the beneftt of all of us. Each tim(; I attend one of the sessions, I am struck by hov/ little I know about what goes on in the teaching experiences of others, and about how useful it is to hear their experiences and to share my own.
The need for such sharing never ceases.
The workshop evaluations by students, coordinators, and the faculty are all indicative of the benefit of attention given to teaching sociology.
SUMMARY AND CONCLUSION '
Since 1972, we have improved and enriched the T.A. workshop, both in its form and content. With regard to content, however, the workshop's focus has fluctuated between theoretical issues and the practical aspects of teaching sociology. This lack of balance between theory and practice has yet to -" The Excellence-In-Teaching Citation award was; begun in 1969 and recognizes outstanding teaching b)' graduate students at Michigan State University. Overall, the University has presented 103 of these awards to graduate students in the more than 100 eligible; departments on campus. Fifteen of these Citations, or almost 15 percent of the total number of awards, presented, have been presented to graduate students in the Sociology Department. Moreover, sociology graduate students have received seven of these awards within the past five years (1981) (1982) (1983) (1984) (1985) . These seven awards, comprise approximately 23 percent of the total 30 awards presented during the last five years. Thus sociology graduate students have received more of the ExcellenceIn-Teaching Citations than have students in any of the other departments of the University. be resolved in the design and execution of future workshops.
The T.A. workshop experience in sociology is still in its infancy. Given the growing concern with teaching in the discipline, there is a need to initiate dialogue and discussion among those involved in this valuable educational activity. Of course, the needs, objectives, and available resources vary greatly from institution to institution. However, as active participants in this worthwhile experience, we hope that our account of the sociology T.A. workshop at M.S.U. will be useful to faculty concemed with teacher development in sociology.
